”

., DOCUMENT RESUBE

’

. tp

ED 128 286 . - . PS 008 630

AUTHOR ' Ogletree, EFarl J.

TITLE A Review and Evaluation of School Readiness on the
Basis of the Bioplasmic Force Theory.

PUB DATE (7531 .

NOTE ~ 38p. ~

. EDRS PRICE v MF-$0.83 HC+$2.06 Plus Postage.

DESCRIPTORS *Academic Bducation; *Child Development; Cognitive

Processes; *Early Admission; *Early Childhood D

Education; Energy; Literature Reviews; Models;
Physical Health; *Readinmess
IDENTIFIERS *Bioplasmic Force Theory

ABSTRACT . ~ ,

This paper examines the issue of early schooling in a
review of research on. school readiness and child development and
offers an explanation for the findings based on the theory of
bioplasmic forces. A wide range of studies are ‘cited which are
- 1nterpreted as evidence that most children are not ready for acadenic
schoolwork until they are 7 or 8 years old. Then the bloplasmlc nodel
is expllcated According to this model, bioplasmic forces are in
continuous motion maintaining all the elements in the body to keep
the organism growing and healthy. The same forces are transmuted into
the power to control thinking, and each person has only a certain
amount of these energy forces availaple. The argument against early
schooling based on this model contends that inappropriate curriculum,
activities, and assignments cause children®s energy forces to be
displaced and atrophied prematurely, thus causing damage to the
children's developmnent. (JHB)
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The past decade has seen a drive for 'éé.rly schooling. This

0 driye has been acceleréted by the '"Right \to Read Movement''. &h

(:C§ California educators have been promoting formal gchooling foz;

(':" ) 4 year olds. The knowledge’ explo.sion, the concern for the u;xder-

S education of mino?Fity chiidren and the promotion of dub‘ious) compensatory N

programs, based on less than altruistic motives have helped to perpetuate

~

the préisure for early schooling. . ‘
Let us examine this issue on the basis of the research on school 1

readiness and child development and then attempt to explicate the

P A

findingsnusin"g the new theory of bioplasmic forces.

School Readiness:

Studies in child and cognitive development strongly suggest that

academic learning before a child is maturationally ready will reduce his

4

learning potential. Moore, Moon and Moore in ""California Report:
4

Schooling for All?", cited no less than 11 studies where later school
entrra,nt's excelleci early school entrants later in their schooling
career.1 Halliwell who reviewed the '"Review on Entrance Age and
Early Sc_hooliné;" stated: .

The analys:is of the reviews on early <
-entrance age and gchool success in
the elementarﬁ!i%%%%ate's conclusively \ ’
that. . .early entrafce to first grade
does, result in lower achievement
. ..the advantages of postponing early

2 - .
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entrance to first grade programs as
they aré pléesently conducted are
very real,

An unpublished report from the Stanford Research Institute (SRI), 3

‘

states that adolescence--not early childhood--is the best time for inw

tellectual development. A large portion of American children may not '

be prepared for the academic demands of first grade, although this
does not méan they cannot easily learn the skill later and grow into

normal adults, Ms. Robinson states:

1

x
In many schools children are not
given the option of delaying their
start until greater cognitive
development has béen obtained but
become the bottom of the class...
this can result in antipathy to school
.and school work and a sense of
personal failure so profoun that

, the capacities, once in place, may .
. never be applied to tagks for academic
learning. '

.
-

Rowhen agrees+tmat adolescence is the prime time for intellectual

learning, 5 .

T

An examination of research in support of early schooling reveals

that bright or high IQ children do profit from early readiﬁg instrugtion.

Durkin conductéd-two separate longitu/dinal studies with samples

of 49 and 30 early readers compared with an equal number of non-early
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second over a 3 year period, The median IQ of the ch11dre1\—*ln the two
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) studies was 121 and 133, respectively, The study was ,c‘oﬁcerned with

early-readers who had been taught reading at home through an informal
process of incidental learning-~playing school, asking questions. The

desire to read was initiated by the child in the form of initiated inte rest,
. / Y

requesting .assistance and inquiry. No formal nor pressured reading .

lessons were given. Durkin concluded that in both studies ''the éverage

-

achievement of the early readers was significantly higher than the
non~early reade rs with whom they wei'e matched on intelligence. "

The sfudy shows that the interest in and readiness for reading

of the early readers evolved out of intrinsic maturation and maturational

" readiness of the children as a result of being exposed to reading and
.

related materials. The interest could also have been the result of

[ 3

imitation of parents, peers and older siblings? For bright children

early school entrance may be justified,’ This is supportedby Birch

t

R
and Cone who in two separate investigations did a comparative study

-

of the achievement of b¥ight early school entrants and that of average

. <
ability, normal-age entrants. 1 The bright children achieved higher

than the average ability children. Green and Simmons studied the

achievement of fourth graders based on projected achievement norms of.‘

children of similar chronological age, IQ and grade placement. 8 The
typical age fourth grader achieved higher than his younger fourth grade’

peer. But the young fourth graders out performed similar age third

grade children. Based on their findings, Green and Simmoﬁs, neverthgless,

recommended early school entrance.

The Durkin, Birch and Cone studies show that bright children

4
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‘excell children of lesser ability, Perhaps they would have done even
. better if they had entered school at a later age? MaWhinny studied

, a group of high SES children who were selected by psychologists
X 2

because of thetr maturity and precociousness to begin kindergarten

before age five, - Fourteen years later an.evaluation showed more
t

A

- than one-fourth of the group were below average in achievement or
. 'V * L

, had failed a grade. 9 Andreas? recent master thesis on the relationsHip

\

of scﬁool eritrange age\ and the subsequent aca'c(lemic progress of
Canadian children, supports MaWhinny?’s findings. He found that
children who enter school at less than 74 months ;f age that the
percentage of academic failures,exceeds the percer;tage of successes. 10

- Shaelhous, who studied the Swedish school ent,rance policx states,
"'Their instruction (formatf is delayed by law until the age of 7 with
marked gains for all concerned. "

In this light Kagan views formal early schooling as a failure for

disadvantaged children:

I think my work suggests that welve
got to stop the Vvery, early, and, 1 ’
think, premature rank-ordering of children
in grades one, two, and three. We
decide too soon...We arbitrarily decide
that age (six or) seven is when the race
starts... And then we classify them
prematurely... Let us use the example

. of puberty. Suppose that we decided that
fertility was important in.our society and
that fertility should begin at age 13, Then
if you are not fertile at 13, we conclude
that you are never going to be fertile, and
we give you a differént kind of life, It's )
i}logical, because that 13-year-oi9 who is
not fertile now will be next year.

—
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Preschool édmpen.gaéory programs were established for

disadvantaged children to give them a headstart or, at least, a chance

1

to '"catch-up'. Of these few preschool programs have been effective

-

in producing lasting gains in academic learning or intellectual develop~
P g lasting P

-

ment. Preschool academic and language_traininﬁg programs have generally

been no more effective than the unstructured, play-type pres chool

13

programs in enhancing learning abilities.’
. Zigler in "Project Hgad Start; Success or Failure', says, '"The .

lack of measurable superiority in achievement in elementary school by

‘

Head Start graduates is evidence that compensatory efforts for young

children don®t work. ' 1%
On the other hand, Rick Heber?'s project at the University of

Wisconsin showed that the IQ of disadvantaged children was raised

. ‘ )
on the average 33 points by means of early intervention. According to

4 °

press releases they have taken youngsters who would, presumably, have

~

been dull, normal without the intervention, and raised them~to the superior
| 15

range of mental performance. - - According to Page, Heber's results
are suspect because <;f. 1) inaccessibility of the full report, 2) biased Q
_selection of treatmént group;, 3) contamination of criterion test and
;1) failure to specify treatment.

According to review of studies by Moore, Lorenz and R.éichert of
the Hewitt Research Center, '""There is little, if any, replicable research
evidence in favor of gengralized ea'rly school, i.e. for normal children. nl?

They add that very few of the studies or reports favoring early schooling
’ 1

"stand up under careful analysis, and little research appears to be

- G
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‘available which supports early schooling. 128
il -

Why don't early school programs and early school entrance policies
ha

a

work for young children? Perhaps it is the heavy emphasis educators

4
aspects of children's development. A reporton the.f.indin,gg of humanisﬁe/? )

place on cognitive achievement and ‘skills, while ignoring other important ‘)

education programsg at the University %Californi\a and Massachusetts
{ |

’ ‘ . .

states: ‘ ) | = . .

The typical school's emphasis on
abstract reasoning and the agsimi-
lation of information may be [con-
tributing to the indifference f
growing numbers of young people to
learning. Missing from the
traditional curriculum, many educators
feel, is an emotional or affective
~-dimension in which student?s feelings
are positilxéely engaged in the learning
process. '

Besides the problem of intellectual learning,p there are the problems
of readiness and the child's total maturation. Educators have a dual
problem, 1) how to define readiness and 2) how t.:o determine ;ihen a
child is ready for formal s.chooling., »

School readiness is gengrally defined in terms of age. In England
and Scotland children enter first grade at age 5 and in Germany, other

LIS ]

countries on the contin®nt and'the United States at age 6. The entrance

-

2ee is determined by society and the law, From a psychological view
1

point a definition of readiness is more evasive. Educators spea about

¢

school readiness.in generalities, e.g., as "the amount of learning that
can transfer to new learning,'' or '"the child must be mature in terms of

\ .
physical, mental, and emotional growth and social maturity. "

I

T :




4
As Jensen states, these ''disagreements (regarding readiness)
‘ _ 20 /
arise only when we.try to explain readiness." The reason for the

disagreement on readiness and as to when a child is o% s not ready
for schooling is that we lack a sound theory of humar,l development.
We™do not understand the processes of physical and mental development

and their relationship. We therefore have no agreed~upon concept of

P

readiness.
Since we cannot define readiness in psychological terms nor on the
basis of the child's development, we define it operationally by means of

readiness fentrance or IQ tests. Regardless of the outcome of the

.

testing, except if the child is mentally retarded or has any special

. , +
emotional or social problems, normal children are placed in the same

traditional curriculum of the first grade. The ?nly exception is where

\ .

schools have an ungraded or continuous development program. These

-

are the exception, rather thah the rule, ,

The reason for this rather hapb;Zzard/;pproach to deciding when

"

children are ready for school is tha}é we fail to consider the total child

7 / M

--~his cognitive, emotional, physical and most importantly his inter-
sensory development. We appear to be, shortsighted, when dealing

with any other factor of develépment than the cognitive./ This is so

]

because the traditional curriculum has a heavy cognitive emphasis

fostered by a "hurry-up~and-learn philosophy«* The child becomes a
' -
product! rather than an individual being. Brd uner states the current

academic emphasis views the child as the ''greatest natural resources"

’ 21
in which a child¥s worth is judged by the quantity of mastered content.

8
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" This "hurry-up-and-learn' philosophy has roots in the knowledge
> . .

' \ : ’ -
explosion and the pressure for children to grow up early. First, upper-

[y
-~

gr‘ade subjects were pressed down into the lower grades. Now prifﬁafy-

iy grade subjects have become more intellectual and abstract. This has

3 .
" happened, for example, in the new math and science programs.

\ " According to Moore, Lorenz and Reichert this disparity between
expectations of parents and educators ahd the actual performance

abilities of the child is that we have not made systematic use of the

T i 22
evidence and research on child development. Mare simply, research

. .
had be¢n ignored, therefore it has had little influence on educational

policies. ’ N\

r ’
Moore, Lorenz and Reichert have reviewed and analyzed the research

and developed a readiness criterion called Integrated Maturity Level,

+

They summarize:

Research and clinical ﬁ:’ndings in nearly
all'of the areas of vision, hearing, neurophysiology,
cognition, maternal deprivation --demongtrate
a most remarkable coincidence of maturity
levels, They point to ages eight to ten ox
s * " . eleven uniformily as the earliest years for a
: child to begin regular schooling without risk.
P ’ Brought together or thfay are, these areas suggest
an Integrated Maturity Level, IML, which should
be regarded as a criterioxé'Bfor every child before /
he is.enrolled in school.

- te
Research, for example., indicates that a child is not ready for

academic or intellectual learning until age 7, 8, or sometimes 9.
. .

The c¢hild®s brain is not fully insulated or completely developed

at 11, but Jean Piaget, the noted Swiss psychologist, has shown that a

Q ‘ ?:* . . * 9

!

|

|

. . 1

physically until age 8. Some psychologists put the age of readiness ]
) * |

|

|




»

~ . » . e N .

child does not have adequate contrél over his thinking” until at ieast T

.

age 7 or 8.. At this age there is 5~shi{t f¥om ghe preoperatimal to

- 0 " )
the concrete operational level of thinking, and the "child can then

[}

pér'form new cognitive operations, ‘and is geneﬁrally ready for school work.
*

Neither s the child's ihersensory development--sight and hearing--

Rt

fully developed tntil the age of 7 or 8 years or later. For example,

Ed

before age ? a chﬂd*s@ill has pergeptual .difficulties; he cammot -
consistently distingufltsh visually between b'and d or b ard h or p. and
' q. He .cannot co};sistently -hear 'f.he difference between b and p 'or mand n
‘or g and k, et.‘.c. 25

It is well known that forcing a child to learn a skill or masteT a

subject before he is maturationally ready is inefficient and may be .
ineffective. It takes him longer to learn it, and the learning is less
complete. Moreover, children who begin reading at age 6, one year ahead

of their class peers, are often one year behind them in reading achievement.

. 26
at the end of the seventh grade. Not only do latwﬁchool beginners

.

surpass those who started school at an earlier age, but the latter group
L
\

seems to have greater ‘emotional and soc1a1 adjustment problems. . F‘orced

'
[

cognitive maturity may sacrifice emotional maturity. The retention level
) \ \“ ) ~
of immature learners is much les$ than that of somewhat older learners.
(

Forced learning can cause frustration, anxiety, alienation, and loss of

4

interest in learning, The learning is not only inefficié‘;nt or "pseudo=~
. , L
learning, " but research indicates a resultant lowering iof learning

v

capacity. Forced learning may result in a permanent iearning handicap - -~

N
~

not only a distaste for a certain subject but permanent intellectual

27 ’ |
retardation. . 10 |

.. . ‘.yﬁ;«g‘@w '*t: %3"\9»{{ &‘_‘
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L ' .; ...f ‘ (‘30ntrary to laboratory st:).];loi;s by I;.ippsitt'zathat so;r1e 3 to.4
, L ';nonth-old infants can discriminate between '"p" and "d', d;s' not
* conflict with the findings of Cole, who noted that if a child has normal

*six year old ears he will be unable to distinguish ‘;:onsistently; between

the sounds. of '"g'" and "'k and '""m' and ''n'", "p' and "b'" or any other

related sounds. Wepman found that in some children the ability to

LX)

retain and recall,SPe:ech sounds is not fully deVelc?ped until the age of
nine years. 29 Lippsitt's‘ study shows that it is possible ‘(pe«rhaps?) for
some 3 to 4 month-old infants to initiailLy rec;ogni'ze differences between
consonants. “ The question is one of consistency and maturity. Whereas
as in older children of 7 to 8 year olds the capacity t;) discriminate is

- near full stability and maturity., For a child to read well, he must b¥’
able to discriminate between sounds of letters and words. To do this
he must be able to r¢tain and recall them in his mind.

All of these problems stem, in the main, from the fact that the . ‘

-, child has not reached the Integrated Maturity Level of development. It
is particularly applicable in perceptual development. Most research
w
shows that intersensory development is tied to the whole process of
. embryogenesis. Ilg and Ames and Luria and Birch and Lefford have
demonstrated that intersensory de;.velopmenf: and proc’esse s-(i. e, its
maturity) are a function of the development of the brain.30 Neurd-
physuiologists and psychologists support the findings that young children

are not ready for the visual-perceptual aspects of reading until age

seven or eight. Hilgartener and Newton, both ophthalmologist, (cit'ed

in the Moore, Lorenz and Reicihert report, Caring For Young Children)

clea;'ly established a causal relationship between early schooling and’

-

EMC‘ *Lipsitt, lewis, "learning Process of Newbornsy Me ~Palmer
e Quarterly, 1966, pp. 45-71. e _
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myopia. In the same report, Milkie, Director of Professional
. ‘@
Devélopment for the Amgrican Optometric Association, agrees that

]

1371 clinicians concur that evidence that close work does seem to be

2

agsociated with the beginning prog ressiog‘of myopia gannot be ignored. "

§ In the Moore, et. al. report, Caring for Young Children; Hilgartner,
an.opthalmologist states that in 1908 there was only 1 nearsighted child

for every -8 farsighted children. In 1963 the ratio has worsened to

5 short;sighted children for every one who was normal (é;sighted). 33

Frostig, who_developed p;'ograms for the perceptually handicapped
n , .
has noted; (

Frorn birth to age of approximately two

years is the period of maximum sensorye~

motor development. Betweenl 1/2 or / —~

2 and 3 or 3 1/2 years is the period of
maximum language development. Between .
31/2 and 7 1/2 years is the period of : ;!
maximum perceptual development.

~ ' Perceptual development is followed by the
maximum development of higher though
processes after 7 1/2 years. 3%

Caontrary research ’indicates very youmg ~  children have perceptn:).al
R . Ny .

abilitiessqven ofxe-hfoﬁay infants can mgke visual discriminations. This

may only.be the predawning of perceptual abilities. ‘ .

’ Sfudies of pérceptual dgvelc;pment in chil.dren by the Russian

re searcher, Zaporozeta demonstrated that it was not until 6~7 year of

age that children could solve more difﬁcullt': a;'xci complex visual pi‘oblems

in the reproduction of perceived objects through drawing, constructiné

and modeli‘x;g.35 For example, in the perception of geom\etri.c“lfigurés the

. eye movements of 3 to 4 years old children were less, eye fixation longer=~

and recognition very.low. Whereas the eye movements of 6 to 7 year old

0. ‘ 12
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children were numerousyduration of fixations shorter and figure

. concern to educators.

] -12- .
2 - . }

-

-

-recognition wa_.é 100 percent. The vision of the infant is totally different

from that of the adult. To beg'in with, it is peripheral, i. e., thé visual

A

v : - .
_ sensations arise from the visual célls lying outside the central or foveal

area of the retina. Control and precision, necessary for reading, for

example, have to be achieved in the course of develoﬁment and '

maturation. .Kephart states:

Some children will be found to have great
" difficulty establishing control of the eye.
In the first place, the muscle systems
involved in this control are among the N
‘most complex in the body...the sheer *
problem.of coordination is staggering... r
In the second place, the precision required
in eye movements is among the most
demanding in the organism...Such
precision (and coordination) is extremely
demanding and it must be maintained over
a pefiod of time. 3

2

Perceptual developfnent is a total neurophysiological process of

- . —‘ \
development. Stability and maturity of the perceptual processes rather

than the unstable beginnings’ of perception should be of the greatest

However it is precisely theseg integrated maturity factors that’

Pl

parents, educators do not consider.in determining readiness for formal

school.We'lack a tlear understanding of human development. Therefore,

readiness has to be a vague'anld abstract concept.

Al
~

This lack of understanding of school readiness is reflected in the
vagueness of educational objectives e'x'pounded by educators. Vague and

general objettives-=~''the harmonious development of the talents and capacities

13 ot
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of the chj;ld';, and so forth, cannot provide a realistic basis for education
methodology. It is not that these types of objectives are incorrect, but

——

for providing a realistic foundation for education they are as viable as

’

it would be to say of a machine that all its parts must be brought
harmoniously into actiég. Tc; operate a machine ‘yog cannot realistically
approach it with truisms and phrases but with real and detailed knowledge.
This lack of detailed knowledge of human developm;ant has led to a myriad
of developmental and learning theories.

Let me explain. At this time educators do not have a total or
realistic theory of human development. Mental and physical develppment
are two separate phenonelmena. Psycfhological and physiological develop:-
mc;nt are thought to.be two ways of viewing human development. The
physiologist is primarily concerned wﬂith the organic, somatic, and (
physical aspects of man, whereas the psychologists is'concerned with
;'nental, psychologica\xl, and mot’}ivationél aspects of development. In regard

to offering a unifying or total theory of human development, the two fields

have remained separate and impotent. Attempts have been made to develop

a mental/physical conceptual model of human d¢velopment using such

b4

theories as vitalism, me chanism, and the organismic and field theories.
kY f
These theories or models do not explain the relationship between physical
.and mental growth, mental maturation and readiness. One limitation of

the theories was the atternpt to apply concepts that explain the inorganic

world to the organic world. It is becoming increasingly evidentithat the

¢ t

forces operative in the inanimate world cannot explain the phenomenon of

life. Therefore, this paper offers a new theoretical model, based on the

’

Q ] . . . ' - p ‘1
- ERIC 14 ' L
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.bi0p1asmi;: 'i:h.eory. Since bioplasmic forces are i‘nvisible,.though
their effects are recofdable; a modeAl is necessary, .
What i's meant by a model in this context?" Models or hypotheses

ate merely perceptual aids to explain phenomenological rélationships.

In an effort to gain a fuller understanding, the mg{del is refined and

differentiated. It becomes the criterion by which we test and judge the

accuracy of our reasoning and provide a sufficient comprehension of the |

subject to facilitate inquiry and possibfle validation of the model. Is tl'fii—“

not a valid approach for a theory of human development baséd\on‘ invisiblve

forces? After all, no one has ever seen magnetism; gravity, or electricity,

only their results and effects. The same applies to the atomic theory;

no one has seen an atom, electrons, etc. Nevertheless, we bdrrow a

model from the macrocosmic world - the planets and galaxy - to expzli'cate

our physical/chemical world through the use of the atomic theory, which

i‘s a’microcosmic m.odel of the uninrse. Theée models or scientific

theqries become laws when they consistently explain physical phenqmenena.
What is the bioplasmic model? 'I.‘he bioplasmic forces theory is

based on the concept that all living matter is made up of an energy body and

a physical body, as concluded by Ru.;;sia‘n scientists and horheOpathic and

acupunc;:ur.e physicians. Apart from the biopié.smic theory, bi’ologists~

deveioPed a term - '""electrometabolic fields' - to explain the relationshi‘p

between the electrical phenomenon and the me'ta'boiic processes in the

body. The b_i0p1asmi$£orces theory goes a step furthers it is more

’ : :
comprehensive in its explanation of human growth and development. The

Russians were not the first to develap the concept of the bioplasmic forces.

»

Al
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Rudolf Steiner over 50 yearé ago stated:
- 2
The forces that hold sway in the etheric
. body (bioplasmic forces) are active at
the beginning of man's fife.’, ., and most
distinctly during the embryo period; ° -
'they are the forces of growth and forme
ative development, 39 '

-

The Russian findings gavé visible proaf to the premiises of Steiner
E 4 .

and the Chinese art of medicine-=acupuncture-«which works on the
same principle, there are energy~regenerative currents flowing through~

out the l;ody. This energy is spent on the vital jobs., of grclawing into maturity
and keeping the l;ody chemistry and organs functioning properly. It changes
the minerals of the body from an inert to an a;:tive-state, facilitating the
reproducti’on and regeneration of organs and l?ody cells, etc. The énergy
used for maintaining bodily functions is measured as basal metabolism.

The remainder ;s available for growth and activity; Basically, the sq.ur-ce
for this energy is nutrition and respiration. However, other factors

can affect it, such as physical health, emotional well-being, and the
environment. Mental health can affect pﬁysical health and growth, just

as phys.ical health can affect our emotions, hence behavior, The reaction
Js cyclical.

) Energy output varies with age. ‘As w: grow older we are less
energetic and physically active, whereas the child has an abundance of
energy. He expends much energy through érowtﬂ, play, and other physical
activi.ty.

We have observed this phehomenon in daiiy life, in the organic world.

Now Russian scientists have begun to explain it in new terms. They have

, 16
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actually photograi)hed l;ioplé“smié"force: Sheila Ostrander and Lynn

- Schroeder, who visited research centers in Russia, report "a brand

+

. e .
new concept in Soviet biology' in their book, Psychic Discoveries Behind

the Iron Curtain.

. Russian experiments indicate that the energy body we are.talking
about is not just a chaotic system of particles but a u.nified"body which
acts as a wholistic, .structured, organized unit. Each organ of the body.
seems; to have its own unified, specific etheric or bioplasmic forces.
The forces are in continuous motion and metamorphosi,s.. They are

responsible for the maintenance of all the elements in the body to keep

-
2

the organism going and to keep it healthy.
Acupuncture, as a means of correcting bioplasmic imbalance, is
based on energy levels.or current flows, which sustain the development
and replacement of cells in the body.“l Chinese physicians state that
the skin, liver, kidneys, etc., are temporary deposits for a number of
energy current flows which move at vari.ous rates throughout the bpd}'r.
Recent physiological studies have shown that the liver is changed in 10 -
days, the tongue in a longer period. The substance of the brain takes .
longer, while it is si;: months before new molecules are'fc‘)und in the bgpes.
The hair and nails regenerate rapidly, whereas it takes seven years
before all the skin cells have been replaced.
The basis-of health, says the acupuncture physician, is the balance

~

of energy currents in the body. "Good health is the free and unimpeded -

circulation of energy - the life forces - flowing from organ to organ .

along an invisible network of intercommunicating channeis, ' which

B ‘




affects the flow of blood to the organs and tissues. Illness is then the —
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Elockage and irnbalance of the flow of these bioplasmfc currents. The

“ * .

insertion of needles in one or more of the energy centers or acupoints
. . ; .

on the skin revitalizes and facilitates the energy currents flow, putting

c

the organism back in balance.

1t is worth mentioning that these bioplasmic forces account for

-

the Rhenomefxon called *'the phantom limb, ! Persons who have a missing
leg or arm as the result of a birth defect or an accident can/ sgﬁlg%t%ﬁgsmisgﬂing
limb. A study by E. Weinstein and his associates has shown that among 101

childrcin born with missing limbs, 18 had clear perception of phantom
3

limbs. George Von Arnim theorizes that the bioplasmic phantom limb

is a phenomenom that accounts for the equal rate of body scheme acquisition

iy
by limbless, sightless, and normal children.” In ‘other words, the

bioplasmic forces contain the pattern or framework of the species, the
dynamic processes or energy forces for growth. They facilitate the
development of the physical limb when the physical material is present.

The phantom or bioplasmic limb grows and develops just like the physical

»

limb, except that it is nonmaterial, invisible. Steiner described the

bioplasmic forces or body in a similar manner:

All the organs of the physical body

are maintained in their form and

configuration by the currents and

movements of the etheric body.

Underlying the physical heart there is

an 'etheric heart?, underlying the

physical brain-an *etheric brain* and ~
so on... And where in the physical VRN
-body there are distinct and separate

parts, in the-etheric (bioplasmic)

everything is in living @p\&;nd inter-
penetrating movement,

. ‘

18 .
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%? The Russian scientists who photographe'd the bioplasmic body co

confirmed this: ‘

-

The energy body didn't merely seem

to.be a radiation of the physical body.

The physical appeared somehow to

mirror w'hfg was happenirg in the

energy. .

Another characteristic of bioplasmic forces is their regenerative

4

power in lower animals, e.g., the flatworm, cut in half, completely

regenerates itself; the same is true of an amphibian's legs and the fins

_of a lungfish, However, higher animals, particularly man, do not have
this regenerative power. Instead, the formative or bioplasmic forces
are transmuted ii}?to the powers of cognition, the power or energy to

contfrol thinking. " This concept of growth forces transmuted into

cognitive enez%y has been known in acupuncture and homeopathy for

k8

years.

/

The dual role of the bioplasmic force or body in man is important
to the understanding of its nature and the basis of this paper. Steiner
pointed out:

A portion of them (the bioplasmic or etheric

forces (development of a man*s) life from this °
formative activity, then becomes the forces

for thought... It is of the utmost importance

to know that the ordinary~-thought forces of 5
bodily growth and formation, refined and

sublimated. -

Part of the forces of the bioplasmic body is used for the development and
maintenance of the physical body and the ot}fer part be comes manifest in

4

the mental life in the form of thought, Apparently the continuity of the

physical and the mental is evidently never broken. This relationship
19. .
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between thbught and the physical body~forming process, has important

' M ] * . . ¥ ‘
educational significance. This bioplasmic or ethenc,)as Steiner called . .

5 . f

it; force theory "has been the foundation of the learning theory and

practices being used in the more than 100 Waldorf Schools that he and his

=3

students founded.
What does a'll this mean for the education of the child and readiness

for schooling? As I have indicated, energy or bioplasmic forces are —

. 1
used for human growth and maintenance of the body as-well as for

motor, emotional, and thinking activities. All of these require the

&
expenditure of energy in one form or another. Each person has a certain
. .

amount of energy available. The crux of my argurrient regarding the

o damage school does to children is that, as’a result of an inappropriate

curriculum, activities, and assignmex\gts, children's energy forces, are
displaced and atrophied prema;turely, caushg damage to their develop-
ment.

How does this occur? As eve.ry teacher knows, the most formative years
of childhood aré the first seven. This is the age of imitation, play, and
physical activity. I(t‘ish ‘also the period when the greatest growth rate
occurs. It is the time when the energy level is high and the bioplasmic
fé)r’ces ar.e concentrated mainly on physical growth. In a sense, the child
grows from the head downward. He gains greater and greater voluntary
‘control over his movements, speech organization, and thinking. This

theme of voluntary control is very impor-tant. to understanding the

transformation of growth or energy foxces. -
M \ le N
LN N ‘

The child at birth has no control over his c}}aotic eye, mouth, head,

o and neck movements, Movement control proceeds to the shoulders, arms,, -

« e * -
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and hands;. eye/hand coordination becomes po‘ssible. An infant is

generally able to grasp objects by the third month, | He sits ;J.p by =,

the fifth month. His speech changes from co‘oing to babbling. By the

twelfth h_lénth he'tod.dles and bégins to walk, He has by this time

developed a minimal level of control.over his physical movemnents,

Along witfh motor development comes speech developmeﬁt which

correlates better with motor development than it doe:s with age. The

child's speech d[evelopmentf procee&s through the stages of cooing,

babbling, saying (an expressing of inner needs and instincts - hunger,

etc. - and the imitation of words), naming, talking. At the s‘ame( time,
speech could also be considered a finer form of motor movement (the

lowér jaw is a fifth limb, in a sense); the child éains greater mastery

over his speech organization by use of the finer muscles of the’ mouth, tongue,
lips, teeth, and iarynx.
‘ The rate of language development and vocabulalzry acquisition is

slowed down when the child is struggling to master walking, running

skipping, hopping, etc. The rate increases when his mastery over loco-
motion reaches a plateau; for example, at age 2 1'/2 to 3, when he can jump
with two J\‘.eet, stand on one foot, tiptoe, and climb stairs using altern_ate;

feet, the child's vocabular}t ipcreases to 1, 000 words, unders“tanding
increases considerably, and his u'tterances are fairly correct gra:mmatically.'
As a result there is a displacement of energy from grosstmotor ;:c;ntrol

of speech. ‘

Karl Konig has also worked out a descent of the development of

grammar in children form the '*head to the toe!' - from nouns to the cognitive;

21
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/ ‘adjectives to the affective;‘verf)s to the psychomotor, as follows:

’

. Age Nouns = Adjectives. -*Verbs
. ,  Cognitive 1.3 100% : T
© .| Affective 1.8 78% . 22%
| Psychomotor 2.0 63% ° 14% 23%

‘,_ Hence there seems to be a correlation between grammatical deVeiopment

50

and motor control. } e

Physical and speech development are controlled motor movement =

[}

one gross, the other fine. Thinking, which is a form of cqntrol over one's

. mind, is alsoa ‘much finer and more subtle, form of movement.,
. . .

Piaget has shown that all children's minds evolve through a series

of intellectual stages as they prog‘ress from early childhood through

adolescence. He has classified these as follows: /

. Sensory-Motor Stage (0-2 years)

. Preoperational Stage (2-~7 years) ’

. Concrete Operational Stage (7-12 years)

. Formal Operafional Stage (12-15 years and over)

B W N =

Each of these stages has its own .parti;:hla;' characteris?:i‘cs. St'udies
demonstrate that children's thinking shifts from the s;nse-bo\md to the
emogional to the rational forms of expression. The stages signify C
different centers of control. Piaget has devi'se”d tasks to determine the
level of a child!s thinking.

Before the shift from the preoperational to the concrete operational

levels, the child 'is involved in direct perceptual relationships with a

minimum of reasoning or thinking.'' He is not able to distinguish between~

how things look and how they really are, If the form of an object is changed,

he thinks the quantity is different. One €Xperiment is the changing of one of

o two spherical clay balls of équal size into a sausage shapé. "The c}{ild does not

. ) ’ . . , .
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understand that the sahsfage has the same c;).antit\y of clay as the ball from
which it was rolled. The p.reopel:atio;xal child will generally say the

. (
sausage shape is larger than the ball, even though he saw'the experimenter

roll the ball into a sausage. The child cannot conserve (retain a mental ,
‘ ' 1 A - 1
image of the two clay balls), nor reverse his thinking (compare the sausage
with -its prior ball shape, which should be retained as a mental pictur% if
he is mature enough). The child who has attained the concrete 6perational
level of thinking is able to perform this and gimilar tasks successfully. , k
I have devised an outline of the mental characteristics of the three major
: ' ‘ ES .
- stages: ’ . ¥
Preoperational (2-7 years)
1. Cannot conserve (hold mental images). )
. “2. Thinking is perceptual or sensebound. _
; 3. Thinking is nonreversible.
4, Cannot deal with variablessor changes.
. . 5. Has little control (voluntary) cver thinking. .

. ) Concrete Oierational (7=-12 or 14 years)

/

1. .Can conserve (hold mental images). )
2. Thinking is bound to emotional or ’ ‘
affective life, but operational.
3. Thinking is operational.' '
4. Has greater voluntary control over thinking. .
5. Thinking is pictorial,
6. Needs concrete props to support
. problem solving.
'« 7. Can deal with one variable.

*

‘Formal Operatiohal (14 years and older)

» * -

1. Thinking is under voluntary control,
L § i.e., ‘it is pperational.
2. Thinking is relatively free of physical
and emotional life, more objective.

3. Can manipulate two or more variables.
4, Thinking is more flexible. - N -
5. Predictive problem solving is possible

without concrete props.

JRIC 4
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6. Can maniioula:te symbols and concepts =,
withqut outer perceptual props.

As one examines these three stages in terms of their development'al
R J

sequence, ‘it appears that the theme of increased voluntary control over
tﬁinking p?ces ses (movement) is just as applicable as it was to physical

~

locomotion and speech development. However, ir; the Piaget staAges,'
movement in cognition is more refined, so;;his'ticated, and subtle. Th‘ese
transitional periods, from preoperational to concrete and from ‘concrete
to formal, are marked b; definite physiological and biological c;hanges.
The terms used by Piaget are re'alistic; they accurately descg:ibe the

. thinking, joining merftal image to mental image, concept to concept, idea
to idea, The childo has not matured enough to be able to control his own
thinking; he cannot reason. Hisithinking is nonoperational, noncontrollable,
to a certa;; extent. At the concrete level, the older child can retain mental

images and reverse his thinking; in short, his thinking is operational. He

has’control over his mind but needs soncrete objects to solve problems.

The same pattern of voluntarily controlled movement applies to change
‘

from the concrete to the formal opera;tional level of thinking. Here the

-

e '
youngster can solve problems and predict solutions by making an educated guess
- hypothesizing. He no longer needs concrete ;;rops to solve problems.' He
can solve such symbolic problems with several variables, e.g., when A

is greater than B and B is greater than C, what is the relationship between
L 4

A and C? His thinking is symbolic, \

Piaget states that for a child to learn and actually experience what he

is learning, his thinking must act ?p it, transform it, modify it. In other

words, operate on it. The level of operation is determined by the

ERIC 24
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maturation of the or ganism - the de"velopment of the growing child.

Some may disagree with my interpretation of Piaget. The intent

-

here isnot togive a detailed review of the Piagetian stages, but to indicate
a trend. The Piagetian theory suggesi:s a sequence of development that

is hierarchical in nature. The child is viewed as moving toward more
. A N

and more sophisticated and mature modes of cognition. Maturity in
thinking is interlocked with mature language development, Whether
language precedes thought or thought precedes language is still a

question at this time, FLiaget states that the more the structures are

refinsd the more language is necessary for the achievement of the
. 51
elaboration of thought. Language is a necessary but not a sufficient

condition for development of logical or formal operations, according to

PiagetJd.anguage and thought are linked in a genetic circle where each
P j

necessarily lean on the other in interdependent formation.
I have advanced the theory that motor activity and the development

of speech and thinking are dependent upon gaining voluntar’y control over
these areas. The displacement and expenditure of energy are integral

parts of the fnaturing process. Physical or organismic (total) rpaturatidn

v

of the child is needed if he is to proceed through these stages at the proper

* rate. . .

!
The changes in thinking levels occur at about seven-year periods:

preoperation (2-7), coficrete operation (7-14), and f6rmail operation

-

(14 and older). The significance is that certain major physical changes

or plateaus also occur in seven-year periods. These are the change of

teeth (second dentition) at age 7 and puberty at approximately age 14. If

25 !




second teething occurs at the same time as the child's .intellectual shift” -

w25-

Y

. we keep the theory of the transmutation of growth of bioplasmic forces

in mind, it is no coincidence that at about age 7 (average age, 6.8 years),

-«
.

from the preoperational to the concrete operational 'levél of thinking. }

In a 1923 lecture, Steiner described the relationghip between®second

dentition and the releasing of the bioplasmic forces for cognition at

:

age 7: -
- ' VI
/ Up to the change of teeth, this etheric
body of formative.forces is most intimately
bound up with the physical body; it is the
force which drives out the teeth. When
the human being gets his second teeth,
the part of the etheric body that drivesithe .
N teeth out has no more to do for the physical
. ) body... the inner forces which have pressed
etheric forces we carry on the free thought
(concrete operational) that begins to assert
itself in the child from the seventh ye : “
onwards. A

Francis Ilg and Louige Ames report the results of their study on
second teething of 80 children in relation to school readiness. 53 Those
children who were aheadﬁ of schedule in teething (96%) were definitely
ready for and could profit from academic school experiences. Of those
children who were behind schedule in teething, 54% shduld have repeated (22%
of this group did repeat), and 40% would have prof t'ed-by repetition. Of
those children who (were in between - whether ahead behind schedule
in teething -~ 64% would have benefited by repetition (14% of this group -
did repeat; 36% were hard workers, doing well). The study inc}icates that

subsequent to teething the children seemed to have reached a higher level

of mental development ~the concrete operationai level of thinking.

)] :
26 L

-




w26 . . 1.

The National Institute of Dental Research found a relationship

;

between'the malformation and i:he rate of second eruf)tiOn and méntal

5k

devélopment of normal and mentally retarded children. They found

" that only 8 percent of normal population studied had one or more abnormally -

¥
shaped teeth, 74 percent for néngoloids,'46 percent for brain damaged

childr®n and 54 percent for the culturofamilial group. The eruption rate

v

of second dentition was significantly delayed in mongoloid and in many

cases of brain damage. Girls were ahead of boys in rate of teeth eruption.

[

Additional research is needed in this area.

hat does all this signify for our theory of maturation? It means

that fe cond teething is an indication of the culmination of physical érowth‘ "

s u

of the hea;\d. The head has reached a plat':eau of physical maturation,® The"
brain has ;éached 95% of its development, the head 'two-thi;‘ds of adult ‘
propo;tiqn. ®This signifies that the growth, energy, or b,ioplasmic force:s
have to a certain degree completed their ta;c,k in the physical development
of the head and brai)n..’ The growth forces are then released (gradually) )

‘from physical growth for the processes of thinking (subtle movsament);
o . [

this accounts for the transition from preoperational (noncontrollable) to

14

‘concrete operational (co'r{;:rollable) thinking ‘in the childe The child now
has greater voluntary control over his thinking processes. '’

This same relationship applies to*the onset of pu'berty and the
cl';ild's change from t'he concrete c\)perational.to the formal operational
level of’ thinking. ’J. D. ‘Nisbet found f:l';at in Engl_ar;d those adolesqent;
who attained pub.erty séored_ higher ’on intelle‘ctual anc agade}nic achieve~

ment tests than those youngslters who were still at the prepuberty stage

of development. During this time there is a growth spurt; the teen~

217

A b




-27" ‘

ager is reaching adult proportions., The -energy or growth forces are

then released to be used for the higher, level of fornral operational

thinking. There has not been much research on this level. However,

there are indications that there is a delay in the attainment of the
% .
formal operatiomal level of thinking even after the attainment of puberty.

" Physical maturation seems to have raced ahead of mental development

at this latet stage. No one really knows the reason; further research is
needed. | “

[;s we have indicated, the chi]:d is not full;)r. mature and ;'eady for"
learning until age 7 or 8. ?Jw/brain is not fully developed, nor are his

senses of hearing and sight. I hold that if the child has not reached the

indicated levels of maturity and is forced or persuaded to do intellectual

N

learning, there occurs a premature use of the bioplasmic or energy forces

for thinkin The physical body is robbed of the growth forces needed to
develop ‘the brain (the he;ad) to its fullest potential for physical growth.

The diffe;'ence in growth of the brain may be so subtle that it cannot yet

I;e measured. ,Iiut neve‘rtheless it d;es occur., There is also an inef.ﬁcien;:
use of the energy forces. .When the child is still at the preoperational
stage, in no sense of the word,can he be forced or coerced to a higher
level of thinking. Therefqre little is accomplished by tfying. The learning
is of a pseu:do or pa'rtial. nature, incomplete; furthermore, physical
development as well as emotional development have been sacrificed as

a result. A. Portman reports, '""Whenever acceler.;.xtion has c;ccured,
therfa has been a noticeably increased susceptiﬁility to certain diseases,

56

especially those ‘of psychological origin. "
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Shortened processes of maturation cause later immaturity.

1

This would account for the increased maladjustment of early school

entrants found by Inez King. ® Learning is hardly ever ‘a purely
cognitive process, particulariy with childr;an, Bu}: includes emotional
. involvemeént ==interest, n;otivation, and preference. Children who
are forced to learn subjects beyond their capacity and maturation

develop anxiety and frustration; in short, they are 'turned off. !

-

Emotional fatigue can cause physical fatigue, a dissipation of energy,

mental and physical.

When Russian scientists photographed the energy or bioplasmic
- -
forces, they found that illness, emotions, fatigue, and particular

thoughts and states of mind have a distinct effect on the flow of

h bioplasmijc forces throughout the body. Wheén a person is fatigued,

»

tired, or emotionally overstrained, more energy appears to pour out

of the body than when he is in a healthy mental state of 'mingl. So it

is with the child who is forced prematurely into learning. It follows

that as a‘result of the state of unreadiness for learning, the resulting )
frustration and anxiety cause the bi0p1asr'nic forces to dissipate. The
-bioplasxznic forces available for physical growth and activity are
accordingly reduced. Retardation is the final result, for there are
. f -~
two factors wo'rkimng against the child: the depletion and ineffective )
use of the growth forces resulting from premature attempts at thinking J
(pre-operational level), and the degradation of the growth forces
resulting from frustration and anxiety.
The 'pla'sticity of intelligence decreases.'with age; 'for’ced learning

accelerates this loss of plasticity because of premature dissiﬁation of

[
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" the bioplasmic forces.
Steiner stated:

If we force intellectual powers in ,
- : the child we arrest growth,.. certain ) 4

organic processes that tend ihwardly

to harden the body are brought into

play. 58 . )

This means that the bioplasmic forces are too soon diverted .

P

¢
2
-4
I
K

from their primary task of the development of the physical body.v
Therefore, the physical body remains less plastic and mobile;
physical maturation sets in prematurely.- *

The child's intelligence and his learning capacity become

differfantiated and fixed early; this, in turn, limits the quantity and
quality of experiences he can have. His intellectual and learning
potentials reach a plateag prematurely.
If premature educational pressures have these kinds of effects -
on -normally reared or middle-class c’:hildrep, what must be the
effect on children from socially and culturally deprived environments.? .

LN

The result is disastrous. It is well known that the public schools’

have never bet;n able to educate the poor very succesgfully, . Compen=
- satory and Head Start programs have generally been a failure, despite

enormous eff.ort and the expenditure of considerable sums. ‘As a

rclasult of poor environment, the deprived child begins schoo;. with a

1

a handicap. In short, he is environmentally retarded, which affects s

#Perhaps this one reason that young people mature physically sooner
- than did their ancestors. In 1850 girls, internatiopally, reached menarche
at age 17, today it is 13.5 years,” a decrease of approximately 4 years
in a century. 0 59
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"his mental and academic capacitfes. Here, too, the environment
has depleted his bioplasmic growth forces. He therefore begins
schooling with weakened and insufficient growth, forces. Herbert

Sieweke states:
' ) Any disturbance or change in the
C etheric (bioplasmic) forces during

the formative years of childhood

will have an impact on the emotional
~ and intellectual constitution of the
o - child, The metamorphosis of the
etheric (bioplasmic) forces from
physical development to emotipnale
cognitive development can be accelers .
ated or retarded. There is a delicate
function between the two functions
(physical and mental development) of "
the etheric forces.” 60

When the child matures enough to shift from a lower stage of
mental development to a higher level (preoperational to concrete),
he does not possess enough'growth forces to be changed into for ces

for thinking to make the transition compléte. He is neither out of the
2

preoperational stage nor iﬁne/c;o'_’ncrete operational stages« He hovers

in between. His rate of development is retarded. When these develop=-

mental problems are compounded by forced premature learning, the result .

Al

can only be further retardation, perhaps permanent retardation. On.

%

the other hand, Elkind stated.that there is no support for:
"+ The claims of the lastingness of

pre=-school instruction, (but there H

is) eviQence in the opposite /

direction. .. The longer we delay e ,

forrhal instruction, up to certain ’

- limits, the greater the period of

plasticity and higtxer the ultimate level
of achievement, 61
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“indicated the regenerative powers to regrow amputated parts of the

physical body in lowér animals; and that man does not Iz;ossess this

~dormant phases seems to be present in all organic matter., Life

retires into dormant phases - as in winter buds of plants, seeds and .

well adjusted, happy and hig{].y intelligent children. Although Kagan !

»

In donnection with this phenomenon, it would be apropo at this

.

point to desctibe another important biological aspect of the bioplasmic

forces. That aspect is the phenomenor of dormancy. I have already

G
[y

power, except in the recuperation from illness, and the transmutation

of the growth forces into cognitive energy. But the pHenomenon -of .

spores and in the eggs of animals « in which the physical effect of the

bioplasmic forces is almost entirely withdrawn or suspended. b But o

is is only temporarily suspended and can be rekindled again. For

N -

example, we know that seeds that are hundreds-or thousands of years

old can germinate into 4 plant by the applicationh of water and soil.

+

. »

The same phenomena can occur in human development. Jerome

r

Kagan of Harvard University studied the effects of complete isolation

on Guatemalan infants in the first years of their live’s.63 These infants

" were kept in a dark hut, no contact with any other human being,
2 ) .

i . . / .
exéept physical contact with the mother who nursed them on demand.
There was no talk or interaction betweeh mother and infant.' After

3

1 1/2 to 2 years, the infant emerged from confinement very retarded

motorically, émotionally and intellectually. Kagan then observed and , o ;
tested 11 year olds in the village;, who had gone through' the same child .

rearing experiences, and found them to be perfectly normal, socially

-

was puzzled by hig findings because it contradicted and broke all the ol

v > +

.
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“f'rules! on child development, itis apparent to the writer that the
isolated lowestimulating environment merely served to temporarily

"guspend the actions of the bioplasmic forces. When the children were ,

Q

later released to interact with the human and socialeculture mileau of

-

the village, the bioplasmic forces, which.had been dormant, were X
rekindled. Using an analogy, one could say, just as soil, moisture ;
/ and warmth call forth the plant seed into germination, so a social=

human environment calls forth the birth and development of the human

’ -

personality, speech and cognition.

.

- One could conclude that.perhaps a hypo;stimulating, low pregsﬁre

environment is more conducive to human development than a hyper-

.

stimulating, high pressure environment. For man is not only a product
of his environment, for in a real sense man is also a victim of his :
environment.
LY <
We need to conduct more basic research in child development on
the basis of how he normally develops rather than on what we want him

to become. We must work with the child's nature, not against it and cease

attempts at acceleration in dev.eloprrient. The Intergrated Maturity '

\

Level criterion would be an excellent beginning. We must then re-

examine our basic educational policies and curriculum schemes to

truly meet the basic needs of the child. - . ‘ ;

Therefore the popular educational approaches of today, with their

- .«

intellectudl heavy-handedness, Wwill never allow children to develop and :

sads .

blossom naturally. They canonly do darhage, making children into pre-

mature, unhappy adults. Such approaches will never be able to serve children

-
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from different and less desirable economic environments. Education
must begin looking at the dyna(mic needs of the growing child.
Our conventional approaches - pouriné knowiedge into the child,
"fitting him into a curriculum" th’at is fo'reign to his nature -« must
cease., We_ must examine the needs of the child, how and why he
develops as he does. Then what we need is to develop a curriculum and
methods compatible with his unfolding and developing stages of growth.
The bioplasmic or growth forces theory suI;ports such an api)roach; It explains

1

human growth, the development of thinking in children, and the rationale
for readiness. If the theory is correct, it implies that the educational
process should help the child to sustain and develop his bioplasmic body,
his forces of growth. A curriculum, extracurricular activities, etc.,
compatible with and supportive of these growth forces would have to be
developed. The bioplasmic theory may be the key to human and child

development and the basis for a method of education. The bioplasmic

theory merits further research.
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